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A model is presented to help clarify the concept of 
lifelong learning. Constructed on the idea that an operational 
definition of lifelong learning should be based on the locus of 
control for making decisions about the goals and means of learning, 
the model is a two-by-two matrix of learner and institution that 
represents four identified situations of learning: formal ( learners 
have little control over the objectives or means of learning); 
nonformal (learners control the objectives but not the means of 
learning); informal (learners control the means but not the 
objectives of learning); and self-directed (learners control both the 
objectives and means of learning) . The model is interpreted as 
demonstrating how all planned or deliberate learning is located along 
a continuum; the concept of control provides the basis for 
classifying the various types of lifelong learning. From the model 
the authors also suggest that lifelong learning is neither the domain 
of a particular age group nor a single program or piece of 
legislation; it is a composite of many programs, pieces of 
legislation, and learner-initiated activities. To further clarify the 
model, expansions (based on research) of formal, nonformal, and 
informal learning are provided. Then, using the established model, an 
in-depth examination is made of the ultimate state of learner 
autonomy: self-directed learning. Included in the discussion is a 
review of previous research and a look at current research and 
trends. A list of references concludes the paper. (CT) 
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PREFACE 



The concept of lifelong learning has become one of the most widely discussed concepts m 
the field of adult education. In the United States and Canada, journals have adopted the label, 
state departments of education have been renamed, and legislation has been passed to ensure its 
growth Through the efforts of organizations such as the United Nations Educational, Scientific 
and Cultural Organization (UNESCO) and the Institute for International Studies at Michigan 
State University, the concept has been carried to every free country in the world and some that 
are not so free. 

However with all of this activity and interest, there is still no agreement on a definition of the 
basic concept of lifelong learning and no consensus on the elements that make up the concept. 
Perhaps the most discouraging fact of all is that many adult educators are satisfied with doing a 
better job of it" rather than "understanding it." Bowers and Fisher (1972) have referred to this 
definitional problem as the "semantic jungle." What is lifelong learning? Is it the same as lifelong 
education? Because lifelong learning has not been clearly defined, its relationship to other 
concepts such as self-directed learning, informal learning, nonformal learning, and formal 
learning is also unclear. These questions and issues remain unanswered. This monograph is a 
response to that confusion, it is obviously not the final answer, but is possibly a step forward 
that will lead to further clarity. 

One additional point. To the researcher, the need for clarity and precision of terms does not 
need to be justified. But to practitioners who feel this kind of an exercise is a °\]^f 
academic." a brief explanation is offered. The importance of a theory base to any field that wants 
to progress from voodooism to an academic discipline is beyond question^ An examination of the 
field of medicine prior to the development of an acceptance of the germ theory should be 
su ficient evidence of this point. The beginning step in a theory-bu.ld.ng process is to define the 
major elements of a phenomenon and then define the relationship between and among those 
elements. 

This monograph has three objectives: first, to provide a model that will help clarify the 
concept of lifelong learning; second, to identify and define the major elements of that concept, 
and th°rd, using the established model, to take an in-depth look at the research of one type of 
lifelong learning, namely self-directed learning. 
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EXECUTIVE SUMMARY 



A model is presented to help clarify the concept of lifelong learning. Constructed on the idea 
that an operational definition of lifelong learning should be based on the locus of control for 
making decisions about the goals and means of learning, the model is a two-by-two matrix of 
learner and institution that represents four identified situations of learning: formal (learners have 
little control over the objectives or means of learning); nonformal (learners control the objectives 
but not the means of learning); informal (learners control the means but not the objectives of 
learning); and self-directed (learners control both the objectives and means of learning). The 
model is interpreted as demonstrating how all planned or deliberate learning is located along a 
continuum; and the concept of control provides the basis for classifying the various types of 
lifelong learning. From the model the authors also suggest that lifelong learning is neither the 
domain of a particular age group nor a single program or piece of legislation; it is a composite of 
many programs, pieces of legislation, and learner-initiated activities. To further clarify the model, 
expansions (based on research) of formal, nonformal, and informal learning are provided. Then, 
using the established model, an in-depth examination is made of the ultimate state of learner 
autonomy: self-directed learning. Included in the discussion is a review of previous research and 
a look at current research and trends. A list of references concludes the paper. 

Literature relating to the topic of lifelong, formal, nonformal, informal, and self-directed 
learning can be found in the ERIC system under the following descriptors: 'Lifelong Learning; 
•Educational Research; 'Nonformal Education; State of the Art Reviews; *Adult Learning; 
Independent Study; 'Models; Definitions. Asterisks indicate descriptors having particular 
relevance. 
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INTRODUCTION 



Introduction to Lifelong Loarnlng 

The term lifelong learning is not new. It has been around for a long time and has been 
defined in many different ways. Some writers such as Newsom (1977) ^^^e a narrow view of 
Hfelong learning by equating it with self-directed learning. Other writers (D^^sweH 1978^ Dave 
1976) take a broad view of lifelong learning by thinking of it as more of a philosophy than as a 
specific type of learning such as self-directed. To further confuse the definitional problem still 
other writers equate lifelong learning with lifelong education. The present writers agree with 
those who define lifelong learning in a broad sense. 

Before offering a classification system for lifelong learning, it might first be helpful to 
analyze the concept to determine some of its basic characteristics. Because the process 
con^nues throughout one's life, it cannot be identified with any specific ^'^''P-J^^l'^^'^' 
we must identify it with all groups. This leads to a second characteristic. As it is not associated 
wfth a s r^gle age group, it cannot be defined in terms of a single program. Instead, it must be 
S^ed as many programs that are pursued during a lifetime. Some writers have suggested a 
third characteristic that is even broader than the system idea. Faure et al. (1972) stated that 
"lifelona education is not an educational system but the principle on which the overa I 
o ginizatt3n of a system is founded, and which should accordingly underlie the development of 
elfh 5 its component parts." Dadswell (1978) made the same point when he said, Lifelong 
reaming tends to be more of a philosophy. A philosophy which acts as a screen and an 
organizing principle for all learning." 

The authors are suggesting that an operational definition of the concept of lifelong learning 
should be based on the locus of control for making decisions regarding the goals and means of 
earning Man^^^^^^^^^ most, adult educators and psychologists agree that one of the distinctive 
diaracteristics of adulthood is the willingness of individuals to assume responsibility for 
de sion that affect their lives. To shed the ties of dependence and move to mdependence^^^^ 
person must have learned the skills of independent study and be willing to use them. Brookfield 
(1980) and Knowles (1971) are but two of the many adult educators who made this point. 

If control is a key characteristic of adulthood, then one way of conceptualizing lifelong 
learn na is to use the idea of control as the basis of classifying the various types of lifelong 
ea n ng U^g th s rationale, all planned or deliberate learning can be located on a continuum. 
At one end is ?he type of learning over which the individual has virtually no control, and at the 
other end is the type of learning for which ihe learner has almost total control. 

One additional point must now be discussed. If control over one's learning is the key 
ornanizinq principle, then what are the dimensions of that decision-making process? In 
Sdering tNs qu there are two major decisions that a learner can make about any 

STrninq episode The firs is identifying what should be learned. In formal learning his is most 
^fZon^v referred to as the objectives or curriculum. The second decision is identifymg how to 
S^Tln forll schoonng, this is referred to as the plan of instruction. In self-directed learning, ,t 
is referred to by some as the resources for learning. 
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When the authors refer to making decisions for wha^^ o° feamerTevetloMnst^^ 
learned mey are referring to decisions made ^^^'^'^''^^^^ and may further decide to go 

learner can control. 

Model of Lifelong Learning 

■A I hari in take this course to graduate." 

„„ 1.1... ■—"»""■"" 

-"•■"'-rrrrra-' 

control over the process. organized 

in nonformal '^^'tho goes to the extension agent b«caus« he J^^^^" ^^^^^^ 

example of this type the armer w^no g ^^^^^^.^^ ^^^^^ ^, ,3 ond bV^^^^^Q 

fhuttir: r: A w^' '"er. the agent -i^^^ f^^^ ^S^his ieTrnfng activSy by 
-h^'t^ervSety has been P--^ in this example, the 

sending the farmer ' ^ion agent decided the .ow. 

farmer decided the wAiaf ana I e of learning an individual 

The third type of lifelong learning is ''J^l^:'''^^^^^^^ decides how it is to be 

,,;;%rttrarner decides ...^ P^-' Td^^'ed"; -re to 

learned. nonform^ 'fLearner Hi. the certification board ^ec-ded what comp .^^^^^^^^^ 

rea-"'c-s^;u^c«cn . con.Ce. .V ..ne. ^^^^^ ^^^^^^ ^^^^ 



The concept of learner control has intrigued and attracted educators from a broad range of 
disclDlines and professions, particularly over the past fifteen years. In North America, the term 
S ected has been used to describe the broad range and various degrees of responsib.l ty 
assuried by or ass^ned to learners as they engage in a learning activity or process. Other term.s 
tine udfng self-planned, self-teaching, independent, informal. P«^=°-''-^: '^^I^^^^^'^^^,?: 

contract learning) occur in the literature; however, it may be suspected that the term sel 

Tected. with its sugg^ of control and its functional implications, is the most appealing one 
to both educators and learners. 

Essentially, research interests pertaining to self-directed learning as defined in the literature 
focus on four general areas or topics: 

1. Self-directed learning as an instructional mode or technique 

2. Activities and perceptions of self-directed learners 

3. Individual traits and skills that facilitate self-directed learning 

4. The potential and means for increasing individuals' abilities in self-directed learning 
. (learning how to learn) 

Thi., first area instructional mode or technique, has attracted the greatest interest of 

which more accurately identifies its characteristics as defined in this paper. 

Th^!L Indies Ilf erent lrom the works of the Instruotlonal theorists, focused instead upon the 
^.'fners W^e" to understand be«er the self-directed learning process instead 

Of its potentia; application. 

ThP research areas previously designated as two. three, and four are most exclusively the 

Deeded Learning; and Area 4-lmproving Skills for Self-Directed Learning. 

The volume of literature identified as dealing with self-directed learning has 9^°^" steadily 

r3lni:^-ie^irr.nLr^^^^^^^^^ 

preoccupied with instructional applications. 
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Leqislation is related to lifelong learning in that it may help to promote a particular segment of 
the process, but legislation in and of itself is not and cannot be synonymous with ifelong 
learning. Lifelong learning is comprised of many programs, many pieces o 1^9'^'^^'^"'^;^^^^^^ 
learner^initiated activities. Using control over the objectives and means of learning as the major 
dimensions of lifelong learning, a two-by-two matrix can be used to illustrate the model. 



WHAT 

(Objectives) 



Institution 



How 
(Means) 



Learner 



Institution 



Learner 



Formal 
Learning 


Nonformal 
Learning 


Informal 
Learning 


Self-Directed 
Learning 

- 



Formal Learning 

Nonformal Learning 
Informal Learning 
Self-Directed Learning 



learners have no control over the objectives or means of their 
learning. 

learners control the objectives but not the means, 
learners control the means but not the objectives, 
learners control both the objectives and the means. 



Figure 1. Lifelong learning model 



Of the four woes of lifelong learning described in the model, one researcher, Dave (1976), 
has Pde mid h e'e ormal, nonformal, and informal. However, although he includes many 
and staqes of learning in his concept of lifelong learning, he does not mention self-d. ected, nor 
has he developed a system for classifying forms of learning. To further clanfy the l.felong 
learning model shown in figure 1 , an expansion of each subtype follows. 
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FORMAL, NONFORMAL, AND INFORMAL LEARNING 



Formal Learning 



This type of learning is most closely associated with elementary and secondary education 
and most degree and certificate programs offered by colleges and ^"'^f ° 
p?ogTams from cosmetology to the military also fall into this category. As previously stated, the 
learner has little, responsibility in this form of learning. 

Even programs such as "free schools" and "open universities" can be classified as formal 
because armaioV decisions are made by peopie other than the learner. It may appear that the 
fearnerl giv/p responsibility for some of the major decisions, but upon closer examination ,t is 
revealed that the learner is actually making decisions from prescribed alternatives. The 
alternatives have been determined by another person. 

Formal learning is far more complex than the classification system might indicate. In fact, 

the ma dx wou rp?obabr ^^^^ ' ''''' '° '"f ? T '"n'^i'Jns more 

That job of explication, however, will be left to those who choose to ponder its dimensions more 

at length. 

Formal learning is not relegated to one specific age group. Formal learning can have erther 
traditional or nontraditional ob^ctives. An example of traditional objectives would be the 3 Rs 
of e lementa^^^^^^^ or the math skills an adult needs to pass the General Ed^cationa 

DevLlopmenT(GED) Examination. Nontraditional objectives might be found in ^f^^^^^^^^^J 
coursesTaught after school hours. These are nontraditional because they are not part of the 
graduation requirements. 

Ac .;.ith thfi nhiectives of learning, the means or how of learning can also be programmed at 
traditionro nont ad i^^^^^^^^ element of the means is the learning setting. A traditional 

set^ino is anl pirce^r^^^ education is the primary or sole function. High school buildings. 
CO lleae clLsr^^^^ schools are obvious examples of traditional settings. Another 

o?pm«nt ofthe m^ans i^ the general approach to instruction. Group or classroom instruction is 
element ° J'^J ^^^^"f. '^^^^^^^ ^Jn the other hand, nontraditional settings, or alternate 

dasse°a7e a I examples of nontraditional settings. Nontraditional learning approaches might be 
prepared kits that the learner could take home or a course by correspondence. 

A course with traditional objectives that is offered in a traditional setting (e.g., a high sclnool 
.inpL couL seems to ^ ba ically different from a course with nontraditional objectives that 
^ «i?«H in rnontraditiona^ setting (e.g., a macrame course that is part of an after-hours 
,s offered in ^, However, within the framework here, the common 

by someone other than the learner. 



using this classification system, we are now ready to analyze the consistency of some 
reports and esearch. In 1975 a report of the 28th All India Adult Education Conference was 
published under the title "Reports of Sub-Groups." The theme of Ihe conference was Non- 
FormarEducation'- and had the following subcommittee reports: dropouts, programs ^ry^ 
fiftAen to twentv-five programs for women, programs for farmers, programs for industrial 
ifo^r and f na cmg U^^ the authors' system, this would have been classified as ormal 
because they were discussing programs with traditional and "°"^^-^.t.onal ob.ec^^^^^^^^^ 
being offered in nontraditional settings. Nowhere in the report was there any indication that 
learners had responsibility for making any of the major decisions. 

Another example is the report "Recent Steps Towards Non-Formal Education of Adu I ^^^^^^^ 
PhiliDDines " (1977) that focused on this country's "school-on-the-air" program. This particular 
p oX!s pirt o7lhat the Filipinos refer to as nonformal learning. H-^^f ^^'l STn 
aiven no resDonsibility for decisions over either the objectives or the means of the learning. In 
?h s example' a iTed^ were made by the federal administration and iocal organ.zing groups. 
Th sis an example of traditional objectives being offered in nontraditional sett^^^^^^^^^ The 
nontraditional setting is the home rather than a regular classroom, and the radio is a 
nontraciitional instructional technique. 

Another sxa.ple o. ccnfuslcn "-f.'^ f^^^ .his 

wnters pcmt cut that thj ack cf o ar.ty "^^^^ ^'J' J^^„ ^„ mstitutiohal or sys.err 

^rcttir^hirs'thrti^'^erning" ccnnotas behavior o, the individual, taarnin. saa.s ,o 
focus on the person while education focuses on the system. 



Nonformal Learning 

In thi., tvoe of lifelong learning, the individual has some responsibility in the decision-making 
pJesrieaTn^rs Ite d^^^^ -^af is to be learned, but seek help on the .o. or means 

of the learning activity. 

Harlev Hevburn has heard that reading at 500 words per minute is a ^^ry acceptable and 
.rhiPvable level He is not sure how fast he is reading, but knows it is below 500 words per 
minuTe He decides to enroll at a local community college for a reading improvement course. 

Sarah Fasken is unhappy in her present job and wants to develop rjew skMis so she can 
h^^nmL 1 hookkeeoer and run a small business out of her home. She finds out that tne local 
vocat^n^i'srhoofof^^^^^^ certificate program in accounting. After visiting with the 

admissions officers, she decides to enroll in the program. 

ihrmeans or 'how. was decided by some individual other than the learner. 
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Examples of research and programs related to this definition of nonformal learning in North 
American literature are limited. This might be anticipated, as such activities require some 
TnTtUutional involvement, and institutions are most likely to impose or retain control over goals, 
even while permitting learners the freedom for selecting means. 

While the research in North America is limited, research in nonformal learning in the rest of . 
the wor Id is almost nonexistent. The label nonformal learning is in use in developing countnes 
n A^a and in much of Europe to cover all out-of-school learning. The tag nonforma learning is 
hus used as a generic term that has no specific meaning. Most reports of nonformal learning in 
countries other than North America are reports of programs which have some governmen 
affiliation Aga n it might be anticipated that government agencies would maintain con rol over 
D^qram goals and for a program to be classified as nonformal the learner must con rol the goals 
Of leS A seco^ might be that both UNESCO and the Institute for Internationa 

Studt^s use Vhe term nonformal to refer to out-of-school programs, and both of these institutions 
hive profound effects on the thinking of educators in non-North American countries. 

Kinsev and Bing (1978) reported on nonformal education in Ghana; Sheffield and Diejomaoh 
n972 surveved nonform in Africa; and Nathalang et al. (1974) reported on 

Smal Tr^^ Asia. In each case the term was used generically to refer to any 

out of-Tchooriearning. None of these programs involved the learner in the decision-making 
process. 

However, some nonformal research is being conducted in England, f^o^^ham, Paulton and 
RandleTl975 reported on an ongoing action-research project in a large housing estate in 

♦ J .1 cnn »nrt Thfi obiective of the study was to develop new strategies for community 
involvement wording class participation in adult education. The goals for the 

rcational program o rig i^nated from the initial responses of the local people to the research 
team's inquiries. 

In North America some examples of nonformal learning, as related to the definition used in 
this paper were found Levchuk (?977) studied the continuing education activities of rural 
nhLmacTs\s who were given resource materials but were expected to establish their own 
^rofe'si^^^^^^^^^ engage in self-evaluation. His results indicated the learners favored 

more supervisory involvement in directing the activities. 

Larson (1978) studied a workshop for parents of young children that contained a nonformal 
«ntion Thin the formal program. A variety of material packets; keyed to the assessed needs o 
Tn JJT^eVp^^^^^^^ the parents could opt for group activities or choose to work with 

materi^s ndependX^^^^ to their own needs or interests. By allowing learners to dec,de 

^Ltlee^sets o7^^^^^^ learners had control over the what or goals of their leammg. The 

gro^p that cho e to study on their own began with only sixteen parents and ^^^ed with eleven. 
?Lrents tended to stay with formal activities rather than choosing the nonformal '^O'^f^ Sp«ar 
TnH Mocker n 981) found the same results in a national study of adult learners with less than a 
high scho" Education Although these studies are limited, they may suggest a specific role for 
the adult educator in the lifelong learning process. 

Ac intprfist in the autonomous or self-directed learner has grown in recent years, adult 

sufficient size to warrant the expenditures. 



The Cooperative Extension Service has a history of preparing simple guideline sheets and 
pamphlets on a myriad of topics on the farm, garden, lawn, home, and family. These are 
universal topics with continuing demand and the preparation of the materials is underwritten by 
federal, state, and local government funds. For content, the system draws heavily on state land- 
grant university research, much of which is federally subsidized. 

Related to Cooperative Extension Service efforts, but with a different focus, was the College 
Entran e Exlmfnation Board project (Mavor, Toro, and DeProspo 1976) which s°^9m^° "J^ 
and organize services specifically to assist the independent e-ner beyond 'evel so g^t^ 
tho casual Datron Ten libraries across the country participated. In 1975-76, 934 learners were 
surveyed Lnd p°ovided suggestions for conditions, organizations, and policies for implementing a 
new service concept. 

While the Extension Service is committed to the preparation of new materials, libraries with 
extensive res'ource materials, focus on developing comprehensive assistance programs that view 
thTpa ron as a learner rather than merely a reader. Although ^^is paper argely ignores the 
itarature on libraries they have historically been the largest providers of materials for nonformal 
lirnLr The C^^^^^^^^^^^ Service also serves broad populations and has resources^ 

m^t a wide variety of needs. It would seem that such institutions are best suited to p ovide the 
m^^rfa^ needed by nonformal learners. At the same time, opportunities fOr individual adul 
educators or equipped to serve specific populations with highly specialized 

needs, are still there but seem limited. 

Informal Learning 

Within the definitional framework of this review, much, and perhaps most, of the literature 
from NorthTmeri rdeanng with instruction describes iniormal rather than ^^'^f I^^"'"^ 
With few exceptions, the research reports activities in which an -^^^'^'^'^^^^^^^^^^^^^^ 
the goaTs of the learning activity while permitting or assigning a degree of responsibility for the 
means for achieving those goals to the learners. 

A selected sample of doctoral dissertations In which the term self-directed aPPears in the 
title serves as examples. Brown (1966). Johnson (1973), Reel (1973), and Schleider (1977) 
nlesSd the effects of giving elementary and secondary school students responsibility or 
achievfng esta^^^ obiectives. In all cases, researchers found that achievement level 

or exceeded levels realized or expected of students taught in a conventional manner. 
Mimr^^ (1970) reviewed thirty studies dealing with teaching undergraduate psychology courses 
SaTreta ned tressence of the course while allowing students more freedom and responsibility 
^rnn p^and ^mfstructu^ " Using achievement as the criterion, he found the approach to 
l:of° l^dvarg: a^d m informal approach was perceived - --^^-3°-,^/,^ ^^^^^^ 
thirri nf the studies While no preference was expressed for the lecture method BrodricM 974) 
^HleH Irhipvementm and attitudes toward English of community college students, and Marietta 
^975Wudied c^^^^^^ sought implications 

i the informal appr^^^^^^^^^^ adult basic education students in New York A produced 

elsentiany Slldifferent results in linking learning proficiency with greater learner autonomy. 

Given achievement as the criterion, then, there appears to be no strong case for encouraging 
learner responS^^^^^^^ informal mode of instruction within an institution-based 

program A^^^^^^^^^ time,'the evidence does not suggest that increasing learners freedom 
diminishes their proficiency levels in the content areas. 
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More persuasive reasons for installing the informal approach are instructor preference, 
learner preference, and the larger philosophical belief that the individual develops beneficial 
competencies through the exercise of autonomy and freedom. This latter belief while not 
demonstrated conclusively, is widely held and is the most frequent justification for using the 
informal instructional approach; that is, an approach that places responsibility of deciding the 
means on the learner. 

One caution should be noted in categorizing an activity as informal within this matrix. It is 
occasionally troublesome to distinguish the difference between informal learning and 
nontraditional methods used in the formal mode. As an example, Reinhart (1976) studied two 
qroups of hospital nurses involved in an inservice program on crisis intervention One group 
received class instruction while members of the other group studied the material on their own. 
Both the experimental and control groups used the same printed materials and a pretest/posttest 
revealed no significant difference in group performance. 

The point is that while one group studied on its own (an implied freedom), the institution 
maintained control of the means as well as the goals by prescribing the materials (means). 
Within this framework, then, this was a formal learning activity that used two different 
instructional techniques. In essence this is no different from the familiar trad.tibnal classroom 
pract^crwherein the instructor may choose to lecture or make a reading assigr^ment of a specific 
body of material. 

What is demonstrated by this example is the potential for a researcher to be misled by 
nont/aSonal settings and content and to see or declare the presence of learner freedoms when, 
in fact, few or none exist. 
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SELF-DIRECTED LEARNING 



Introduction 



Self-directed learning, as defined here, represents the ultimate state of learner autonomy, 
i e the learner exercises control over and major responsibility for choosing both the goals and 
the means of the learning. Tough (1971) and Cross (1981) place approximately 70 percent of all 
adult learning projects in this category. Broadly, the definition suggests that the learner decides 
what and how to learn, but that other decisions, such as when and where to learn and how much 
to learn at any given time are implicit. The learner not only selects but may also reject, add, or 
change resources at will, decide to continue or terminate the project, and finally determine the 
satisfaction or adequacy of the outcomes. 

While the mode itself is well defined and generally accepted, the problem with terminology 
persists Tough (1971 ) identified this as self-planned learning, but also has described it as self- 
teaching In 1977 Penland followed the use of the term self-planned, but then switched to self- 
initiated in 1979, and to self-directed in 1981. Brookfield (1980), deploring the "plethora of 
definitions, .individualized learning, self-teaching, autonomous learning, autodidactic activity, 
isolated learning." settled for the term independent adult learning. Cross (1981) joined the 
growing trend in calling it self-directed learning, the term that is used here and that seems most 
likely to dominate in the future. 

As stated self-directed learning as a phenomenon is not new, but the study of that 
phenomenon 'has only recently come to the fore. Interest in the adult learner as a participant in 
orqanized activities has dominated research in the field over time, and concerns for self-directed 
learning represent a significant departure for adult educators. Interestingly, most reviewers trace 
the roots of curiosity about self-directed learning to the most comprehensive Participation s udy 
of adult learners ever conducted. Volunteers for Learning (Johnstone and Rivera 1965). While not 
directly concerned with self-directed learning in their own survey, those authors detected it in 
such quantity that they suggested it was the most neglected area of adult learning research. 

It remained for Allen Tough of the Ontario Institute for Studies in Education to give impetus 
to research on self-directed learning with his seminal book. The Adult's Learning Protects: A 
Fresh Approach to Theory and Practice in Adult Learning (1971 ). Tough set the parameters of . 
the areas of study with this definition— _ 



A learning project-the central focus of this book-is here defined as a series of related ^ 
episodes adding up to at least seven hours. In each episode, more than half of the person s 
total motivation is to gain and retain certain fairly clear knowledge and skills, or to produce 
some other lasting change in himself. (Tough 1971, p. 6) 

He included in his study learning episodes that were planned by the learner, thooe planned by 
nonhuman resources, one-to-one consultation (or tutor), and group or class activities conducted 
Sy a leader. Self-planned projects, those defined as self-directed in the matrix discussed earlier, 
comprised 68 percent of the total projects studied. 



The authors note here that Tough and his replicators have investigated the range of adult 
learning and in doing so address several of the definitional cells in the matrix. Tough's group 
planne? in assuming a leader or instructor role, falls under this definition of formal or nonformal 
learning Nonhuman planners, which control the means for learning, are within the nonformal 
category, while one-to-one planners may be either formal, nonformal, or informal, depending on 
their function and relationship to the learner's project. Acl<nowledging these categorizations, the 
decision was made to present the research inspired by Tough under the term self-directed 
because of the dominance of self-planned learning in those investigations, and the subsequent 
Centering of interest on that mode. 

Within five years of the release of his book. Tough's work had sparked not less than twenty- 
five dissertations, theses, and independent research studies. These and numerous subsequent 
studies used Tough's interview approach and modifications of his interview schedule to broaden 
the description of the self-directed learner and the learning process, while confirming and 
refining the findings in Tough's original work. 

Previous Reviews of Research 

The specific results of these numerous research efforts have been reviewed and summarized 
at least three times in recent years (Coolican 1974; Tough 1978; Cross 1981), To reduce the 
redundancy of this widely disseminated information, only those three summaries will be reviewed 
here. The reader is referred to the summaries or the original documents if more specific 
knowledge is required. 

Cooifcan 1974 

Patricia M Cciolican (1974) identified seven research studies, including her own dissertation, 
that used the Tough approach. She compared their findings and suggested policyjmplicat.ons 
or institutions and for the field of adult education. She included Tough's 

her own dissertation (1973); McCatty's study of Canadian professional men (1973), Johns report 
on practicing pharmacists in Georgia (1973); Denys' work on AV''=3'TPJ°^=='°"f'^il^^^L 
Johnson's study of adult high school and GED graduates (1973); and Peters and Gordon s 
research on rural and urban populations in Tennessee (1974). 

All the studies showed universal participation by the adult subjects in some type of learning 
project during any twelve-month period. Populations varied considerably in the extent of^ 
aSies ranging from three in the Peters and Gordon study to thirteen in Johnson s. Hours 
devote^io 1^^^^^ averaged 167 in Coolican's study of young mothers to 1 ,244 by Mc Catty s 
average professional man' The several studies erased doubts about the extent °^ Papjc.pation 
that had been raised by Tough's book, and opened the path for new research queshons to be 
pursued. 

A second and surprising issue raised by Tough had to do with the virtual insignificance of 
learning for credentials or credit reported by adult learners. With a single exception, the studies 
confi med credit as a minor reason for learning. Only Johnson's population of re^^^JJ^'g^^^^ 
araduates who were now engaged in vocational or job advancement training and community 
college programrd^ when reporting that 23 percent of their projects were taken for credit. 

Given so small a percentage of learning for credit, Coolican asked, "How should addt 
education be organized-around institutions, credit, and credentials or around learners? 
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■ Self-plannei projects were dominant in all the studies, with figures ranging from a low of 56 
percent among Johns' pharmacists to the high incidence of 76 percent for the P^°^f ^ 
McCatty's study. frhe pharmacists reported the only significant use of nonhuman plar^ners. a use 
that was interpreJed as resulting from the ready availability of continuing professional education 
cassettes in the area. 

Tough had suggested that use of the knowledge or skill motivated most learners. Although 
he aid not rank th^e content learned, the subsequent studies confirmed that sub)ect matter- 
related to the practical considerations of job, home, family, hobbies, and ^«^;«^^'°"--'"^P'^^«^ , 
most learning effohs while varying with the respective populations. Public affairs, religion, and 
general education fell to a minor status on the list. 

People turn toiother people most frequently for assistance in learning-firs; to friends and 
relatives and then o paid experts. Books and pamphlets rival paid experts as resources, and 
classes are a distant fourth. Practice, reading, and discussion were the methods for learning 
most frequently reported. 

Noting that intlrviewees uniformly lacked a concept of lifelong learning, Coolican suggested 
the forma?educatiLl system should produce learners capable of initiating and directing the.r 
own learning and ^ble to help others learn. 

Adult educatorl should help adults increase their competencies for self-directed learning by 
laarninn how to de^rmine their educational needs, organizing learning experiences, and 
iTXT^l oSZ sr^e saw adult education institutions becoming coordination, resource. 

and referral bases, j 

Believinq that s'elf-directed learning should not be outside the responsibility of adult 
educa^ on CooHcan^osed two major and still unanswered questions: "What are the grounds for 
fntervintL and if'the adult ed intervenes in the domain of self-directed learning, what 

does he influence and how?" 

Tough 1978 

Aft*.r a decade Allen Tough (1978) looked back at the substantial field of inquiry he had 
initia^Id summarized he research that had been done, and suggested directions for the future^ 
His rev^w incTud^^ twenty-four studies in addition to his own and noted the broad consistency 
of findings acrosslme aid a variety of populations. Greater differences, he noted, occurred 
within population groups than across groups. 

Reviewing over twentj studies that in essence replicated his research reported in 1971, 
Touah categorized the populations studied by geographical areas, occupational groups, 
IStionaTeve^a^^^ pL groups and included a single study of older adults (Hiemstra 1975). 

learner? 0 ecVa year. Typical learners engage in five separate learning pro,ects a year, and , 
^Hn average of 100 Lrs on each project (or a total of 500 hours a year). 

In his 1971 book TouU had reported 98 percent participation; a mean of about eight / 
oroilcts a yea with an Xge of 700 to 800 hours per year. The numbers changed some^yhat ,n 
' ?h°'iS7fl reoort but the Tmilarity of the original survey findings, conducted with only sixty-six 
'!^:el^iZ^i^^l^!^r^^^en^ with the composite of findings spanning the decade and 
several thousand- interviews. 
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Self-planned projects, with the learner assuming major responsibility for selecting the goals 
and means for learning, were dominant: representing 73 percent of all projects in the 1978 
summary as compared with 68 percent in the 1971 report. Other planner comparisons between 
the 1971 and 1978 reports were: groups, 14 percent to 12 percent; one-to-one helpers, 10 percent 
to 8 percent; and nonhuman resources, 3 percent in both. Tough further analyzed the planning 
function and determined that professional planners function in 20 percent of all group learning 
projects one-to-one consultations, and in the creation of nonhuman programmed resources. 
Amateurs-the learner, friends, and peer groups-handle 80 percent of project planning. 

Tough after summarizing the basic surveys reporting on the frequency, duration, and 
planning of adult learning projects, implied accurately that while most of these studies provided 
more information on other aspects, they added more to the breadth rather than the depth of 
understanding adult learning projects. He cited only four studies, including his own work on 
motivation, that represented more focus on depth and detail. Moorcraft (1975) looked at learning 
project origins; Morris (1977) studied more specifically the steps in planning; and Luikart (ly/b) 
interviewed people who were helpers or resources to self-planning learners. 

It becomes apparent that the first decade of this research thrust added little to the 
conceptual, theoretical, or methodological base set down originally by Tough. The description of 
adults and their learning projects was expanded, but it was time for new questions to be asked. 

Touqh suggested that further research investigation be made into major intentional changes 
in adults' lives (beyond simply learning projects), and into what motivates people to spend 100 
hours learning something. He pointed to the need for a beUer understanding of ^he furjc^on of 
neer self-help groups, and of the kinds of help or competencies people need for planning and 
Meeting thek learning. In-depth studies, he said, were needed related to the beginning stages of 
fearn ng how human and nonhuman resources affect the process; what happens when learners 
cannot get the help they need; and what kinds of help would most benefit these If^/^. AduUs 
want help. Tough believes, and he suggested that adult educators should respond with new and 
greater resolve ''to foster the entire range of major learning efforts, not )ust group instruction and 
pre-programmed courses" (1978). 
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Cross 1981 

K Patricia Cross (1981). acknowledging that research into self-directed learning is more 
concerned with how adults learn than with descriptions of who the learners are, drew heavily on 
?he summarTes of Tough (1978), Coolican (1974), and the only national study conducted to date 
(Pen land 1977). She devoted considerable attention to interpretation of the similarities and 
differences acros* the studies. 

Noting that Penland (1979) reported somewhat different percentages of types of planners for 
learning projects, Cross suggested, that discrepancies were most likely due to differing 
def n tion's o var ous learning resources. As an example, she cited the 
how-to book is a nonhuman planner or simply a general resource. '^j^.^P/"'^= °" 

how slavishly the learner follows the book, while Penland is not explicit about the issue. 

Adults differ considerably in their reasons for choosing to direct their own learning projects, 
and exp ess a variety of both positive and negative attitudes toward organized group (class) 
actlvUies CroVs reasoned that adults who have had more successful experiences in school 
fxhS^it less negative feelings toward classes than those who are less educated or who have been 
less successful in the traditional system. 
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Learning projects originate with a problem, and adults seek what they believe to be the most 
efficient means for solving that problem. Although several studies have identified general steps 
for the planning of projects, the variations among individuals arr; extreme. 

Self-directed learning does not imply isolated learning; in fact, it lends to involve more 
interpersonal contact than is the case with classroom education. The major proolem seems to be 
finding the appropriate assistance or resource when barriers occur m tne process. Cross quoted 
TouaIVs (1978, p. 15) assertion that adults want "help with planning and guiding their learning 
nroiects " She pointed to a need for detailed case studies to discover the reasons for learner 
dissatisfaction with the resources they use, the problems they encounter, and their perceptions 
of what kinds of assistance would be most useful. 

Returning to Tough (1971), Cross summarized his findings that nonhuman planners are 
reported as most efficient in providing the greatest amount of learning in shortest amount of 
time. However, learners are least enthusiastic about the knowledge acquired ^^aj mode^ On 
the other hand, they are most enthusiastic about one-to-one learning followed by se f-p anned 
projects They are equally satisfied with the knowledge or skill learned in the projects If mixed 
planners are eliminated from the analysis, substantially more time is devoted seJf-planned 
nrc^^ects than to any of the other major modes. Cross suggested that the size of Tough s sample 
?aX doubts as to its validity. She urged that further studies be carried out, which would be of 
significance to the field if they could statistically confirm Tough's findings. 

Impressed with the amount of information researchers have generated about self-directed 
learning in a relatively short time. Cross found that more questions have been generated than 
answered She states that information about what actually happens during the course of a 
frarnrna oroiect is generally unknown. "Whether one wants to know how to facilitate learning or 
r^p es nt iiformation'to adults, more in-depth study of how learning actually takes p ace m 
everyday settings is a necessity, one that should receive first priority m the 1980s (Cross.1981, 
p. 199). 

Current Research and Trends 

As interest in self-directed learning moves into its second decade, its character and the focus 
of research have changed, moving beyond the level and parameters '''^"^^f^.^^J^^^^^^ 
Questions remain unanswered concerning the extent, frequency, planning, and content of self 
Tected learning projects. Further replications are likely to add little to the base of information at 
hand. 

New areas of interest have emerged, however, and focus on °^ [ll. 

What are the personal characteristics that facilitate self-directed learning? and (2) Can skills that 
Tprove the ability to become a successful self-directed learner be taught or improved? Also, 
Xrts are being made to develop and test new methodology, and at least one significant 
development in formulating a theory of self-directed learning has been presented. 

Characterlatic* that Facilitate Seif-Directed Learning 

Lucy M. Guglielmino (1977) has gone further than other investigators in identifying and 
assessing those characteristics that facilitate self-directed '^^/^'^S ^ 
dissertation produced the Stelf-Directed Learning Readiness Scale (SDLRS) a self-report 
ir^s rumCt o? fifty-eight items using a Likert-type scale, which can be used to identify the often 
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latent potential of individuals to assume responsibility for their own learnmg. She used a three- 
round Delphi survey with fourteen selected authorities or, self-directed learnmg m ^i^H^'^J^l^^ 
the items included in the'SDLRS. and the instrument was tested with 307 subjects. She reported 
an estimated reliability of .87. 

Guglielmino suggested that eight major factors contribute to an individual's readiness for 
self-directed learning: 

1. Openness to learning opportunities 

2. Self-concept as an effective learner 

3. Initiative and independence in learning 

4. Informed acceptance of responsibility 

5. Love of learning 

6. Creativity 

7. Future orientation 

8. Ability to use basic study and problem-solving skills 

Torrance and Mourad (1978) tested the SDLRS for construct validity with eight criterion 
measures dealing with originality, ability to produce analogies, creative achievements and 
experiences, and right and left hemisphere styles of learning. 

The sample consisted of forty-one graduate students and the results seemed to validate the 
self-Directed Learning Readiness Scale. Mourad (1979). Skaggs (1981). and others have used the 
loLRs tn their dissertation research; and numerous studies and applications are underway with 
popultions of elementary and secondary school children, undergraduate and graduate 
students nurses, business corporations, members of a labor union, and general adult groups. 

Guglielmino and her husband. Paul J. Guglielmino. are currently tying self-directedjearning 
readfness to the skills required increasingly for effective --^^^^ J" bu-ness a^^^ 
the future Quoted in the "Training Today" column of Training (Zemke 1980). Paul Guglielmino 
statid tl^at uad tional education decreases the desire to learn and leads people to under-value 
fndependent^^^^^^^ and overvalue authority. According to Guglielmino. "strong data sugges 
hat the mo e" chTo?ng a person has, the less likely he is to engage in ^elf-directed learning 
(?bid p. 6). Given its implications, that statement alone should trigger some interesting research. 

Improving Skill* for S«H-Olr«ct«d Learning 

AS early as 1971,. Ford initiated an effort to describe the skills and abilities needed to begin 
wh.t she called ndependent study, but which equates with the current definition of self-directed 
Teaming Sng concepts rom education, psychology, business literature, and library science. 
Ford proposed a framework for preparing adults for lifelong learning. Her framework was as 
follows: 
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I. Knowledge of social barriers to learning 

These include dependency on a teacher, a weal< concept of social mindedness, and values 
which inhibit social responsibility, 

II. Skills 

Included are reading, writing, listening, reflective thinking, time management, and self- 
motivation 

III. Knowledge of community (societal) resources 

Reisser (1973) proposed a model, based on questioning, examining, and reporting, that adult 
educators might follow to facilitate the self-directed learning process. She suggested the 
facilitator should help the learner to (1) identify or locate the starting point for a learnmg project. 
(2) discern relevant modes of examination and reporting, and (3) conduct self-assessments 
regarding achievement without a requirement for objective testing. 

The linking of learners with resources was a critical need identified by Cross (1978) in order 
to improve the efficiency and effectiveness of self-directed learning. Noting that many adults 
have only limited access to major resource bases. Cross argued that educationally underserved 
nopulations need advocates to facilitate their access to resources. A second linkage would be 
that of providing information about available resources to learners and helping mdividi;als to 
assess their own strengths and weaknesses. Finally, Cross said, the process requires counseling 
and referral services to help learners plan their projects and to match their needs with 
appropriate resources. 

Movinq from conceptualizations to operation or intervention is a continuing problem in most 
areas of research, and the belief that the process of self-direction in learning can be improved or 
taught has neither been tested nor confirmed conclusively. However, Kasworm s study (1982) has 
produced some promising results and may generate further experimentation and research in this 
area. 

Kasworm studied thirty-six graduate students enrolled in two courses designed to examine 
the development of cognitive and affective competencies in self-directed learning along wi h 
experiential instructional strategies. The format followed Knowles' model and learning contrac 
for -'^If-directed learning (1977). Participants were given pre- and posttests with the Self-Directed 
Learning Readiness Scale (Guglielmino 1977). Two students and the facilitator in each class kePt 
observational diaries, and a final self-assessment by all students gathered perceptual information 
on both the process and the outcomes. 

Significant positive gains in the self-directed learning behavior of the student in both classes 
resulted from a t-test analysis. Content analyses of the observational dianes and the students 
fTnal self-assessments showed a positive trend in the development of self-directed knowledge and 
skills. - 

Kasworm ackhowledged the lack of a control group and the volunteer character of the 
sample population as severely limiting factors. In spite of these weaknesses, she argued that the 
Tvl'nce demonstrates that changes of attitude and action in "learning how to leam" d,d occur 
'and further research, including control and validation measures, should be conducted She 
Seved that curr^ular or instructional designs that facilitate and model self-directed learning 
foster the perceptions and behavior associated with learner independence. 
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New and Emerging Foci and Methodology 

?e^r;^ha%e^i^^L;l's:'i:r.at::p™n, =. ccn.ep,ua, -ramewor.s, and in approach c, 
methodology. 

T ^ MQ7fl^ notinn that his 1971 conceptual framework related to motivation had not been 

^acTr ^aV'Je .'tirrcTxr .ra^^r :f 'i^^^^^^^^^^^ z .una . 

of others for the individual. 

.nrr.scrranrrr.^^r 

• Hctc Tnunh Abbev and Orton Stated that motivation is Clearly complex 

ana rr:u^:r;s.iranr^ed.io.. .0^^^^^^ 

subjects included application as a benefit.) 

Tha researchers concluded .ha, .h,s -"P,u^;<;f--;:j:„^J^^^^^^ 
Vr ::c"?ur,:sre'd'rhLrrerrjrrsra;rn";;h^^^^ .he re.ine.en, c. .he .ra.ewcr. 

Sthar :^:err irver raTher.ht°"hor:arSfed'=h, researcher's adcp„n. .he ear. 
Tough approach. 

TO oh.aln .he da.a, he in.erviewed .wen.y-.ive "r^r^^eL-exS^ 
Firs,, each adul, needed a high level o, «Pe"'=« h':'^earner nee3?o have acquired the 

,he person bo.h :ocal and and colleClng 

.odi^i^aZTrrs^s::^^^^^ 

approximated Ho^^^ (1^61) me,hods ,hah he did Tough's me,hods. 

Among ,he findings, he iden.ified ,hree char,c,eris,ic anl.udes lowards learning ,ha, al, o, 
his subjects exhibited: 
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1 . Learning was gradual, and done in a field that seemed to have no end. 



2. The learners were aware of their interest. 



3. The subjects had the feeling they belonged to a society of learning. 



Um of Qualitative Rataarch Methods 

An emerging interest in qualitative research methods, suddenly evident during the late 1970s 
in meetings of adult educators, has accompanied a new and more sophisticated approach to the 
study of adult self-directed learning. 

Variously called naturalistic inquiry (Leean and Sisco 1981), humanistic inquiry (Peters, 
Johnson, and Lazzara 1981) or qualitative research (Spear and Mocl<er 1981), the approach 
begins as exploration and interpretation rather than hypothesis testing. The data are natural 
expressions of individuals in their environment, which, in turn, give meaning to their experiences. 
The process is inductive, moving from specific cases to generalizations, and those 
generalizations are supposed to be representative of the real world. This is in contrast to the 
frequently followed approach that begins with generalizations and then searches the real world 
for confirming evidence. 

An eighteen-month. National Institute of Education (NIE)-funded study of undereducated 
adults in rural Vermont (Leean and Sisco 1981) included both a Tough-lil<e survey of ninety-three 
subjects, and in-depth case studies of a fourteen person subsample. Subjects were rural adults 
with less than a twelve-year education, and the study focused on their learning in out-of-school 
settings. 

The case study phase was of six-months duration, with interviewers spending about fifteen 
hours with each subject. For this phase the researchers developed and tested a new 
methodological approach to the study of self-directed learning. Seven distinct exercises, as 
opposed to a general interview schedule, were conducted in order to gather specific information 
in the several areas that represent a model based 'on Lewin's Field Theory (1951). The exercises 
were titled respectively Milestone. Coping with Conflict, Learning Style, Cognitive Profile, Modes 
of Thinking, Futures Perspective, and Self-tb-Self. Together the researchers and subjects probed 
the development of learning style, examined self-planned learning and thinl<ing style, and sought 
to discover individual projections of learning interest and goals. A review of the methodological, 
findings can be found in the 1981 AERC Conference Proceedings (Leean and Sisco 1981, pp. 
282-283). 

While the first phase. Tough-like study tended to confirm earlier research, the case study 
approach introduced several new and interesting findings (Leean 1981). The importance of past 
experiences and family background was found to be significant in the content and motivation for 
learning as well as in approaches to learning and problem solving. Self-directed learning may be 
guided by a rational problem-solving mode, but most of the subjects were aware of times when 
problems were solved through a non rational or altered state of consciousness. 

Visualizing the outcome of a learning goal was a way most subjects began their learning 
projects, and thinking and problem solving occurred most often when people were alone and 
doing routine tasks. 
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Access to information and resources, considered by most researchers to be a major problem 
for self-directed learners, was not considered as such by the subjects in the case studies. 
HusbafWs' attitudes and a lack of mobility were problems for women interested in learning and 
growing. They tended to have multiple interests while men tended to focus on improving or 
maintaining current skills and interests. 

In discussion. Leean (1981) suggested that in both basic skills and postsecondary education, 
educators should begin with "assumptions of competence rather than deficiency. The adults 
have experience and skills in processing information, selecting resources, problem solving, and 
guiding their own learning. 

In a second study funded by NIE. Peters. Johnson, and Lazzara (1981) conducted interviews 
with ninety literate and ninety illiterate adults in Tennessee. They collected data on individuals 
who were solving real life problems. The researchers began with the assumptiori that most 
Tdults learning projects are actually efforts to resolve some problem. Specifically, they state that 
"learnirig is the result of a problem-solving process." Similarity to the Vermont Study (Leean 
1981) is noted here. 

Although the findings from this two-year project have not been released, the researchers 
described a'somewhat sophisticated conceptual, methodological framework w.^ 
data were collected and the analyses conducted (Peters. Johnson, and Lazzara 1981 They 
DOinted out two trends in research on problem solving and reasoning: (1) much of human 
Kvior is determined by individuals' environments or the uniqueness of the circumstances 
surrounding them, and (2) people's knowledge of the world around them governs what they do. 

Peters Johnson and Lazzara reported drawing on Hudson for the hermeneutic approach 
that suggests tha invLt?^^ ought to be interpretive at the outset rather than begmn.ng with 
hvnotheses This approach encourages the use of all available information and reflects he 
su'biects perl^^^^ knowledge of real world circumstance Peters. ^Johnson, and Lazzara 

(1981) quoted Niesser in describing their research as "ecologically valid. 

During the first year of the two-year study, the interviewers conducted an '"'t'^' '"t^^^'^^ 
and up o five follow-up sessions. (The number of follow-up sessions continued ^"til the sub,ect 
had solved his/her problem.) Semistructured and open-ended interview schedules were used to 
gafhe? information on the definition of the problem, steps taken to solve the problem, and the 
reasoning behind the steps that were taken. 

If successful the process for analyzing the data gathered in the first year will represent an 
impressive s epfor^Tard in adult education research. The method devised by the researchers 'S 
called "reduction," which is four-stage textual analysis. The total process is referred to as ACTS, 
afomizing, categorizing, thematizing. and schematizing (Peters. Johnson, and Lazzara 1981). 

The process relies heavily on a computer data base that stores transcripts of the interv*^^^^^^^ 
.nH oermit- easy manipulation of the data. The ACTS analysis begins by eliminating redundant 
Tnd K an i^^^^^^^^^ individual sentence P-^P^-ses^^^^. ^^^f'^ '7^,';^^^ 

fdeas. These are called atoms. Categorizing is a process of putting «-ch;t°m into^^^^^ o f s x 
categories The categories are law, norm, intention, want, beliBf, and ^^^f -^hema^zing seeks to 
^nk lOQical connections or relationships among the atoms within each category^ The final s age. 
cheSng is stimulation in the form of a flow chart, which is a model of the individual 
when engTged in solving a problem, or "a depiction of the person's reasoning pattern applied to 
a specific problem situation" (Peters. Johnson, and Lazzara 1981). 
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The researchers see this ACTS analysis as providing the means for highly controlled 
research on problem solving and learning in the future. They expect to be a^'e to dea 
statistically with the relationship between the problem-solving process and the individual s level 
of various competencies. Also, it should be possible to develop computer simulation of problem 
solvirtg/learning episodes and to manipulate the elements to produce varied and predictable 
results. 

Both the Leean and Sisco (1981) and Peters, Johnson, and Lazzara (1981) studies represent 
dramatic conceptual developments beyond the basic survey approaches to the study of adult 
learning projects of the previous decade. These efforts have obvious potential for application to 
instructional improvement and. therefore, hold significance for practitioners. However^ he most 
exciting promise is the contribution that may be made toward developing a more cohe ent and 
generalizable theory of adult learning. Most academic and professional members m adult _ 
education are concerned with and self-conscious about this fundamental weakness m the field. 
With increased knowledge about how adults learn, the gap may be narrowed or closed during 
the 1980s. 

A fresh look at the planning process in self-directed learning has been presented by Spear 
and Mocker (1981). They suggested that the learner's environment is the ma,or determinant in 
organizing a learning project. 

Their research is the result of a secondary analysis of the qualitative data collected in a 
nationaTstudy funded by NIE in a contract with Kirschner Associates. Inc.. and a subcontract 
^th the center for Resource Development in Adult Education. School of ^^^'^'^'^ °' 
Missouri-Kansas City. The study reviewed here followed, but was not a part of, that earlier 
project. 

Drawinq on idiographic data collected in eighty interviews with self-directed learners across 
the Un'ei State this study established the importance of environmental factors in the planning 
Ind conduct 'rof sd^^^ learning projects. The findings are congruent with the heorizing 

o^K^rt Lewin (1951) that an understanding of human behavior should be grounded in the study 
Of the individual's life space. 

The concept of the "Organizing Circumstance" is introduced as defining those eleme^^^^^^^ 
the adult's life space that provide motivation, resources, activities, and overall direction to the 
Dianning and conduct of a learning project. The four modal types of Organizing Circumstances 
are identified as (1) Single Event/Anticipated Learning. (2) Single Event/Unanticipated Learning 
?3)Serie Of Event /Related Learning, and (4) Series of Events/Unrelated Learning. Th-s typology 
irneraerbv coritent analysis from learners" descriptions of their learning activities and the 
researchers Provide examples for each type. Attention is also directed to the fact that observable 
[earning behavi that appear to be similar may represent totally different meanings given the 
circumstances of the respective individuals. 

The researchers suggested that most of the Tough-like basic surveys assumed or tried to 
eaua^e thTself-prnn^^^^^^^ process with the process employed traditionally m planning or 
nrnTnVinn fo ma education They reasoned that this is a basic error, since the planning of 
Za Tduca ion actives s in the hands of a person who already has command of the sub,ect 
ZZr The'everse s the case with self-planned learning. Assumption, of similarity between the 
rwoTroIessrs hTvVL to faulty understanding of the planning process for self-directed learning 

The imoetus for the secondary analysis grew from the earlier data gathering phase of the 
project irwhich a°:osf no evidence of preplanning was reported by the sub,ects. This absence 
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of conscious planning prompted the researchers to reanalyze the data in an effort to identify the 
forces that contribute to initiation and maintenance of self-directed learning projects. 

In recommending future research. Spear and Mocker (1981 ) suggested that ^Je concept of 
the Organizing Circumstance be tested with more broadly based populations, and that behavioral 
and perceptual studies of adult learners take into account the impact of environment or 
circumstances upon the data collected. 

The three studies that have been mentioned (Leean 1981; Peters. Johnson, and Lazzara 1981; 
Soear and Mocker 1981) demonstrate two trends that seem likely to be of ma)or significance to . . 
research in the 1980s. First, there is strong and growing interest in naturalistic Inquiry and 
Sative analysis of the self-directed learning process. Second, there is a recognition of the 
need to understand or interpret adult learning in relation to the environment or life space of the 
learner. 

Thfory-BOIIdlng In Self-Dlrwt»d Learning Resorch 

Adult educators have a history of chiding themselves for their lack of attention to Jheory. 
building in the field. The authenticity of adult education itself as an ^^^^emic field has. ^^^^^ 
aues ioned by outside examiners who point not only to lack of a theoretical base, but.t? the few 
S educators who seem concerned with this shortcoming. The new wave of emerging research 
has Lgun to 'show p omise for contributing to a theory base related to self-directed learning and 
Penland (1981) has made a frontal effort to place self-directed learning within a broad theory of 
learning. 

Penland (1981) combined neo-behaviorism with social learning theory to establish a 
theoS r mewl,?k for learning research in the immediate future. Neo-beha«^^^^^^^^ 
o Penland can accept unobservable elements or links between vanables and is not bound by 
only those variabie^^^^^^^^^ can be observed and measured in a traditional sense; a characteristic of 
Vdass cri behaviorism. Nonverbal communication measures and observations, as well as the 
anaTysTs of discourse (verbal) units have much to contribute to these newer approaches. 

The concept of social learning as set forth by Bandura (1977) suggests that much of human 
i..r2a is acmeved through observing other people performing roles or skills, or from readmg o 
rnq picture of fh^s^k^^^^^^^ others. Penland (1981) suggested that observational 

Sng is "^ven more prevalent than self-directed learning," and adds learning-by-modeling to 
learning-by-doing. Four elements comprise observational learning: 

Attentlonal processes on the part ofthe subject towards the person being observed as a 
model. 

Retention processes become integrated into memory by the associated impact of imaginal 
and verbal coding. 

Motoric reproduction skills require many small components even though communicated by 
observation, "cognitive rehearsal" or "imaginary practice. 

Reinforcervent occurs in anticipation of vicariously experienced treatments, rewards and 
conditioning. (Penland 1981. p. 7) 
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In espousing neo-behaviorism, Penland believed that it permits the development new 
taxonomies based on the observed verbal and nonverbal patterns of adults as they are engaged 
!n leamTrlg He saw these replacing traditional taxonomies derived from the way teachers teach 
rather than the way people learn (Ibid., P- 8). 

Penland (1981) noted that self-directed learning is generated in and the environ mem 

the learner's daily ife and that learning projects have a time line associated w,th the r tenure. 
SpearZl^rVm came to the same conclusion empirically in an -ndep-^^^^^^^^^ studV 
usinn different methods and design. Self-directed learning occurs when the individual assumes 
re porf Sty o7^^^^^^ g°«'s. time and place scheduling, human and nonhuman resources, and 

a group of data that invites a unifying concept or framework. 

Th« environment may be the curriculum for self-directed learning; but the learner is neither 
It fhrmeTcy of nor cCtrained by that environment. The learner uses the transac ions and 
neaoliaTons o everydav^life for self-instructional development, and a full range o teaching 
and learning device^ are encountered in the process. The facts of learning and self- 
fnstruct on ?ann^t be accounted for by any single theory or school of P^V^^ology^ but 
would require the power of them all integrated at some future point in a grand synthesis. 
(Penland 1981, p. 37) 

r^rts r^a M.7c r bSc future researchers who may use his <-'--°* ^= ^ 

Tor placing their cwn work in context and in relation to the total spectrum of research interests. 



Discussion 



Th« interest of adult educators in self-directed learning breaks away from the long-time 
oreoccuS wiVh tho e factors that contribute to^the participation of adults in ■institutionally 
preoccupa ion w,in i^^^^^ overstatement to suggest that all too often, the 

olSnlzfna and condu i^^^^^ have become ends in themselves for many practitioners, 

organizing and '^o"^^/^^ ^ ^ ^ Us ^gke responsibility and to .succeed at achieving 

ream^ To'^ [s exp ^P-^ '^'^ ^''''^ going beyond 

Kn^es'Tgyi) and'r^^^^ mode'that was dominant in the 1970s. That model was based on 
anticipation of direct intervention by the adult educator. 

,JiC'rra^cro::e=rn=rnr^^^^^^^^^ 

Ei'%^n^rru1^a';:"^B^^ 

rnJI^^diiSriifrspace a. the center o,unaerstand,ngh,™an he^^ so^doing. 



iSiS=rren=rmea'^,^ ^^^-^s, too, is 
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in contrast with formal learning, where interpretation and meaning are the prerogatives of 
authorities. 

Still obscure and troublesome is the question of how the professional adult educator can 
find an effective role in a world devoted to self-directed learning. Several writers -seem assured 
that self-directed learners want and need help, and that adult educators shall become 
consultants, referral and resource persons, and producers of learning materials. However, the 
evidence suggests that self-directed learners do not seek professional assistance frequently nor 
do they seem to require it in most cases in order to achieve their (earning goals. This is not to 
say that the time-honored task of organizing special classes for adults is likely to disappear. 
What does appear necessary is a serious reappraisal of the role of professional adult educators, 
and an understanding that the emerging social legitimacy of self-directed learning calls for more 
than cursory and obvious considerations. \ 
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SUMMARY 



In order to clarify the-concept of lifelong learning, a model has been provided. Since control 
is a key characteristic of adulthood, the model is constructed on the idea that an operational 
definition of lifelong learning should be based on the locus of control for making decisions about 
the goals and means of learning. The model, a two-by-two matrix of learners and institutions, 
represents four types of learning, as follow: 

• Formal— learners have little control over the objectives and means of learning; 

• Nonformal— learners control the objectives but not the means of learning; 

• Informal— learners control the means but not the objectives of learning; 

• Self-Directed— learners control both the objectives and the means of learning. 

The model demonstrates how all planned or deliberate learning is located along a continuum, 
with the concept of control providing the basis for classifying the types of lifelong learning. 

The model is clarified and expanded by examining the research on formal, nonformal, 
informal and self-directed learning. Because research suggests that approximately 70 percen of 
all adult learning can be categorized as self-directed, self-directed learning is given an in-depth 
examination. The following findings result from the application of the classification system to 
reports and research: 

. Programs or systems are frequently mislabled, that is, they may be called nonformal or 
self-directed when, according to the model described in the paper, they are actually 
formal or informal. 

• In the literature the use of the term "education" usually carries an institutional or system 
connotation, whereas the term "learning" connotes behavior of the individual. Learning 
seems to focus on the persorr while education focuses on the system. 

• Examples of research and programs related to the model's definition of nonformal 
learning are limited in North America and almost nonexistent in the rest of the world. 

• Use of nontraditional settings and content (means and goals) in programs does not 
necessarily imply learner control. 

. A central feature of the new wave of research in self-directed learning^s-the-recogTiifron- 
of the power and importance of the environment in influencing learning. 



Still obscure and troublesome is the question, of how the professional adult educator 
can find an effective role in a world devoted to self-directed learning. 
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By examining the relationship of formal, nonformal, informal, and self-directed learning 1 
lifelong learning, the monograph defines the major elements of tha lifelong learnmg phenom 
and the relationship between and among 'those elements. Thus, it is an initial step in theory- 
building, one that will lead to further clarity of the concept of lifelong learning. 
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